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Abstract 
Motivation has always been associated with academic performance in school. However, the numerous motivational variables in 
the literature have yet to identify which type of motivation affects performance best. This study applied stepwise multiple 
regression analysis to examination results in search for the best predictors among six different motivational variables in 
predicting performance in year-end examination. The six motivational variables are future time perspective, achievement need, 
learning goals (mastery and performance), expectancy values, self-efficacy and self-determination. A total of 377 sixteen year old 
secondary school students were given questionnaires measuring their motivation to perform in the examination. Results showed 
that five motivation variables best predicted examination score and together they explained 25% of the variance in performance. 
Achievement need and Performance Goal were removed from the final model. Among the five motivations, future time 
perspective was the strongest predictor, followed by self-efficacy, expectancy values, self-determination and mastery goal. The 
importance of nurturing students¶PRWLYDWLRQDOWHQGHQFLHVLVGLVFXVVHGLQYLHZRIGHYHORSLQJDGROHVFHQWV¶LQQHUGULYHWRVXFFHHG
in examination. 
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1. Introduction 
Education in Malaysia has always emphasized on academic achievement in school. Successful students are often 
measured by the number of As they received in national examination. For instance, results of  Lower Secondary 
Assessment  (PMR) for Form Three students and results of Malaysian Certificate of Education (SPM) for Form Five 
students would be analyzed and reported in detail in terms of the number of candidates getting grade A, B, C D and 
E, as well as the number of passes and failures.  Top scorers in national examination have always been the subject of 
spotlight. Every year, top scorers in each state and at national level will be announced, celebrated and rewarded. The 
SPM examination is especially treated as an important indicator for success among school students since obtaining 
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good results will increase studHQWV¶ FKDQFH RI REWDLQLQJ VFKRODUVKLSV RU VSRQVRUVKLS WR IXUWKHU VWXGLHV LQ KLJKHU
education or better opportunities to get an entry to university or college. 
Since examination scores are considered as the measurement of success in Malaysian schools, it is considered 
important for teachers and parents to find the factors that can help students perform better academically. Among the 
numerous factors studied by learning experts and researchers, this study posits that motivation, especially one that 
comes from within the students, is the strongest driving force for working hard in academic. Motivation has been 
identified as one of the most powerful determinants of students' success or failure in school (Hidi & Harackiewicz, 
0RWLYDWLRQLVGHILQHGDVRQH¶V wish and will to behave in a directed way which in turn initiates a series of 
actions to choose to engage in particular activities (Pintrich & Schunk, 1996). Motivation in academic refers to the 
reasons students want to attend, engage in, and put effort in learning and achieving in school (Beck, 2004). In terms 
RI EHKDYLRUV DFDGHPLF PRWLYDWLRQ UHVXOWV LQ LQFUHDVHG VWXGHQW¶V LQYROYHPHQW LQ DFWLYLWLHV UHODWHG WR OHDUQLQJ
(Connell & Wellborn, 1991). 
To understand the drives and pushes that influence students to academic excellence, a more comprehensive and 
integrated picture must be examined. Among the various theories proposed in the field of motivation, it was 
hypothesized that not any one theory is right or wrong, but rather the integration of several motivational forces 
should be at work to strongly drive students to hard work and academic success. Six motivational forces that have 
been shown to be strongly associated to academic performance are future time reference, achievement need, 
learning goals, expectancy values, self efficacy and self determination.  
2. Motivation Theories 
Among the many theories in the field of motivation, it is predicted that probably the most forceful type of 
motivation for school adolescents is having a long-term future outlook that will strongly push them to work hard and 
persist in their present school tasks. The theory of future time reference suggested that some students see the 
relationship between what they do in present and what they will gain in future (Simons et.al, 2004). Therefore, hard 
working students are often those who appreciate the fact that if they perform well in school, they may most probably 
perform better in future higher learning and career. In other words, they believe that their present success in school 
will better ensure their attainment of future goals and ambition. Thus this study predicted that students who had high 
level of future time reference tend to perform better in their examination. 
Achievement need  is a concern for achieving excellence through individual efforts (Murray, 1938).  It is argued 
that the need for achievement is essentail since it drives individuals to perform well or to improve their performance 
(McClelland, 1985). Many studies have found a strong positive correlation between need for achievement and goal 
attainment (Hollenbeck et al.  1989; Slocum et al., 2002). Nevertheless, this theory seems to be more associated with 
work-oriented performance and leadership personalities (McClelland, 1987). Not many research can be found in the 
area of learning and school performance, as if this theory is not considered suitable for school students and academic 
achievement. It is recommended that achievement need is yet another forceful inner motivator that students should 
have in order to drive them to work hard in academic. This study hypothesized that students with higher level of 
achievement need would performed better in their examination. 
The most discussed theory of motivation is probably learning goals which emphasize the reasons why students 
learn (Smith, Duda, Allen, & Hall, 2002). Students with mastery goal learn because they want to acquire new skills, 
improve their competence, increase knowledge and understanding through putting efforts during learning. In 
contrast, students who adopt performance goals prefer to get favourable judgments towards their competence, 
wanting to show that they have good ability and avoid signs of failure as well as outdo other students. Mastery 
oriented students have been shown to possess desirable characteristics that promotes academic achievements more 
than performance-oriented students (Smith, Duda, Allen, & Hall, 2002). However, this study viewed both types of 
goals as important for school students to perform well in examination. Thus, it was predicted that students who 
possessed higher level of mastery and performance goals would perform better in their examination. It would be 
interesting to compare between mastery and performance goals, which one would contribute to examination 
performance better. 
Another motivation theory studied in this research was self-HIILFDF\ RU RQH¶V EHOLefs about own capability to 
succeed is (Bandura, 1997). Perceived efficacy determines how much effort a student is willing to put into an 
activity and how long he will persist in face of obstacles (Walkerr et. al, 2006). Studies have found that self-efficacy 
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is a predictor of grades and performance (Pietsch, Walker, & Chapman, 2003; Schunk, 1989, 1991). It was predicted 
that students with high level of self-efficacy tend to have higher scores in their examination. 
Students will engage in a task that they highly value and put less effort in a task that they do not value. This 
H[SHFWDQF\YDOXHVWKHRU\VHHVPRWLYDWLRQDVDSURGXFWRI WZRPDLQIRUFHV WKHVWXGHQWV¶LQGLYLGXDOH[SHFWDWLRQRI
reaching a goal, and the value of that goal to him or her (Eccles & Wigfield, 2002). Students who believe they are 
capable of mastering their schoolwork usually have high expectations for success and have positive values for 
academic tasks, thus motivating them to work hard for high achievement (Martin & Dowson, 2009; Nicholls et al., 
1989; Eccles, 1983). Students who believe that good grades are important for their future will put more effort in 
studying. This study expected that students with high expectancy values would perform better in their examination.  
Self-determination theory looks at the importance of students believing that they are doing something because of 
their own will, not due to external force (Ryan & Deci, 2000). Self determination theory has been studied 
extensively and two most frequent explanations were found. One discussed it in terms of five categories of self-
determination, one intrinsic, three levels of extrinsic and one level of no motivation. These levels of self-regulation 
were named intrinsic regulation, identified regulation, introjected regulation, external regulation, and amotivation. 
Another line of discussion mentioned about three categories called autonomous regulation, controlled regulation and 
amotivation (Deci & Ryan, 1991, 2000). Basically this theory talks about the reasons for doing a task on a 
continuum of personal choice and control of others. It was found that students will possess internal motivation and 
intrinsic interest in school work when they have personal choice and responsibility for learning (Stipek, 2002), thus 
they are said to be autonomously regulated. Students who are autonomously regulated can be considered as 
intrinsically motivated. They will study well for the inherent enjoyment of studying and achieving, rather than for 
some external rewards or influence (Ryan & Deci, 2000a, 2000b). Autonomous types of motivation were found to 
influence achievement whereas controlled types of motivation and amotivation  led to negative effects such as 
dropping out of school (Guay & Vallerand, 1997; Vallerand, Fortier & Guay, 1997). This study chose items to 
measure autonomous regulation where students with higher autonomous regulation were predicted to perform better 
in their examination. 
:LWKWKHLQFUHDVHGHPSKDVLVRQDFDGHPLFDFKLHYHPHQWDVDSUHGLFWRUWRVWXGHQWV¶ IXWXUHVXFcess, the challenge 
arises to identify which motivational variables best predict academic school performance. Specifically, this study 
attempted to answer the following research questions:  
1. How well do the set of motivational predictors predict students¶ H[DPLQDWLRQ SHUIRUPDQFH" +RZ PXFK
variance in examination performance can be explained by the set of best predictors? 
2. :KDW LV WKH EHVW VHW RI PRWLYDWLRQDO SUHGLFWRUV WKDW DUH PRVW HIIHFWLYH LQ SUHGLFWLQJ VWXGHQWV¶ H[DPLQDWLRQ
performance? 
3. How are the relationships between each independent variable (future time perspective, achievement need, 
learning goals (mastery and performance), expectancy values, self efficacy and self determination) and academic 
achievement? 
3. Method 
3.1 Participants 
A total of 377 students were included in this study. They were sixteen years old attending Form Four in eight 
public schools. The sample was made up of 40% male students and another 60% female students. They comprised 
of racial groups: Malay (70%) and non-Malays (30%). The proportionate sampling was a little bit dissimilar to the 
targeted population due to removed outlier cases during data cleaning processes. 
 
3.2 Instrument 
This study employed a set of questionnaire that includes six subscales measuring six different motivations in 
students: Future, Achieve, Goals, Values, Efficacy and Determine. Items were specific to each motivational 
constructs and measured motivation for studying and preparing for the examination in general, not in any specific 
subject.  The format for the items were a 5-point Likert scale ranging from 1 = never true of me, to 5 = very true of 
me. All items were in Bahasa Malaysia, the national language.  
Although it was tempting to simply adopt existing instruments, the researcher believed it was necessary to seek 
for unique items that are tailored for Malaysian adolescents and culture. Literature on numerous studies and research 
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conducted in the area of motivation were reviewed, critically assessed and evaluated before the researcher generates 
items for the questionnaire. Various items measuring motivational construct can be found from previous research 
and established instruments, but they were used for Western population, often university students, and also for high 
school students studying specific subjects such as sports or music.  Therefore, items for this study were carefully 
constructed in order to suit the targeted adolescent students, as well as to fit with the cultural and educational 
background of the sample. They were based mainly on the definitions of each motivational constructs. The items 
also were worded to measure general preparation tasks geared for examination that apply across all academic 
subjects.  
There were 112 items originally constructed and they were surprisingly not dissimilar to items in existing 
instruments, thus contributing to their face validity. Content validity, pilot test and exploratory factor analysis steps 
were performed to ensure items validity and reliability. Factor analysis was performed on the original large number 
of items in order to refine and reduce the items to a smaller manageable subscale (Pallant, 2002). Data were first 
assessed for suitability for factor analysis, and then factor extraction and factor rotation were conducted. Some 
original items were reworded or removed in the process. The final number of items, the mean, standard deviation 
and reliability of these assessments are shown in Table 1. 
Academic performance was measured using end of the year examination result. Students come from different 
streams of classes such as Science, Account, Commerce and Arts. They take a set of required subjects as well as a 
few subjects that differ according to their type of class. In total, some students may end up taking a minimum of 
eight subjects and a maximum of eleven. In order to standardize these scores, the total percent of the examination 
total score was used. 
 
Table 1: Number of Items, Mean, Standard Deviations and Reliability for Subscales 
 
 Number of Items Mean Std. Dev Cronbach alpha 
Exam Percent - 52.66 12.19 - 
Future 7 4.05 .62 .83 
Achieve 8 3.65 .60 .76 
mastery 4 3.86 .60 .73 
performance 4 3.80 .82 .78 
values 6 4.04 .61 .76 
efficacy 6 3.19 .60 .71 
determine 5 3.73 .66 .81 
 
3.3 Data Collection Procedures 
It was a challenge to determine when was WKHEHVWWLPHWRFDSWXUHVWXGHQWV¶OHYHORIPRWLYDWLRQZKHQVWXG\LQJIRU
the examination. One of the research ethics policy or Malaysian schools is not to study students who sit for their 
major general examination such as PMR and SPM. Thus this research had to be satisfied with Form Four students 
who had passed their PMR examination the year before and were going to take their SPM examination the year 
after. It was also a limitation for this study that Form Four is known as a honeymoon year due to the recently passed 
PMR. Students in Form Four tend to feel relax and free from the stress of having to perform for a major 
examination. Subsequently, often times they did not put forward their best effort into studying. Considering this 
phenomenon, the most suitable time to predict that Form Four students did experience some strong motivation to 
study for examination was at the end of the year, instead of monthly test or mid-of the-year examination. To add to 
the limitation, students are notoriously known for skipping schools after completing their examination due to not 
much lessons are conducted while teachers are busy marking the examination papers. Thus attendance is often poor, 
making data collection a stressful time to get adequate numbers of sample. 
Data was collected immediately after secondary schools in the state of Selangor finished their final year 2010 
examination. After permission was obtained from the Ministry of Education, and State Department of Education, 
school headmasters were randomly selected from the official list of schools, and contacted to seek permission to 
conduct the study in their premises. A few headmasters did not agreed for reasons of limited and busy time for 
teachers to mark papers and prepare end-of-the year report. Data was collected in two weeks until the last day of 
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school where only eight schools were managed to be included in the study. Students were gathered in a large room 
or hall, briefed on the purpose of the study, and responded to the questionnaire. They were instructed to reflect on 
their motivational experience when they studied for the recent final examination. Students took an average of 20 
minutes to answer, and they were given a small token of appreciation for their willingness to answer the questions. 
A total of 430 completed questionnaires were gathered. 
When the school year reopened the year after in early January 2011, the second phase of data collection took 
place. The eight headmasters were again contacted to ask permission to obtain the examination results for students 
who participated in the study. The names of the students who answered the questionnaire were faxed to their school 
along with the permission letter. Upon agreement, the researcher went back to the school to either collect the printed 
results, RU LQPRVWFDVHV VDW GRZQ WR UHFRUGHDFKVWXGHQW¶V UHVXOWVXQGHU WKH VXSHUYLVLRQRID WHDFKHUDVVLJQHG WR
assist the lecturer. Schools treated the examination results with strict confidentiality and reminded the researcher to 
do so. In the process of recording the results, a number of examination results cannot be traced due to no name given 
in the questionnaire, or in a few cases, the name given could not be traced on the list given by the school. The 
number of samples with complete record for further analysis was 405. However, after factor analysis process where 
outliers among cases were considered and removed, the total number of clean data amounted to 377. 
4. Results 
The first consideration to perform stepwise multiple regression is sample size. The recommended sample size 
requirement for stepwise multiple regression of 40 x  number of independent variables (Tabachnick & Fidell, 2001) 
was adequately met in this study since the sample of 377 exceeds the minimum required size of 240 (40 x 6 
motivational variables). 
The data was analyzed to see whether they meet the three assumptions of normality for multiple regression: 
normality, linearity and homoscedacity. To test for normality, skewness and kurtosis of the distribution should be 
between -1.0 and + 1.0. Table 2 shows the skewness and kurtosis values for all variables satisfied the criteria for a 
normal distribution. 
 
Table 2: Skewness and Kurtosis values for all variables 
 
 Skewness Kurtosis 
Exam Percent .098 .164 
Future -.269 -.840 
Achieve -.185 -.342 
Mastery  -.014 -.545 
Performance -.424 -.429 
Values -.156 -.850 
Efficacy .031 -.117 
Determine -.299 -.461 
 
Next, assumption of linearity for the variables was evaluated. The results in Table 3 show that the correlations 
between all variables were statistically significant, many showing relationships of r >.3, indicating that a significant, 
liner relationship exists between these variables.  
Outliers are identified if the case has a standardized residual larger than +/ - 3.00. Since the data were cleaned 
rigorously before applying this procedure for this report, no outliers were detected. All standardized residuals were 
between minimum of -2.315 and maximum of -2.572, thus falling in the acceptable range. The assumption of 
independence of errors for analysis was also checked. The Durbin-Watson statistic was referred to for evaluation of 
serial correlation presence among the residuals. The value of Durbin-Watson ranges from 0 to 4 and the residuals 
are said not to be correlated if Durbin-Watson value is between 1.50 ± 2.50. The value obtained for this sample was 
1.141 which fell slightly outside the acceptable range, thus the interpretation of this analysis should be accepted with 
caution due to this small violation of independence of errors.  
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Table 3: Correlations among variables and collinearity statistics 
 
 Future Achieve mastery performance values efficacy determine 
Exam Percent .414** .407** .335** .170** .390** .351** .208** 
Future  .685** .625** .309** .709** .393** .659** 
Achieve   .628** .252** .663** .531** .628** 
mastery    .322** .545** .259** .616** 
performance     .270** .096 .291** 
values      .346** .607** 
efficacy       .298** 
 
The final test to be evaluated was multicollinearity that occurs when the correlations between each of the 
independent variables is too high. Tabacknick and Fidell (2001) recommended that two variables that correlate 
higher than 0.7 may be a problem. The correlations in Table 3 indicates that Future and Values may be a problem of 
collinearity with r = 0.709. However, all values for Tolerance are larger than .10 and values for VIF are less than 10. 
Thus, multicollinearity assumptions were not violated. 
Research Question 1: How well do the seWRIPRWLYDWLRQDOSUHGLFWRUVSUHGLFWVWXGHQWV¶H[DPLQDWLRQSHUIRUPDQFH"
How much variance in examination performance can be explained by the set of best predictors? 
Stepwise multiple regression was conducted to determine the best predictors of the dependent variable 
ExamPercent among the independent variables of motivation. Table 4 indicates that after five variables were entered 
in the fifth model, the fifth model as a whole explained 26% of the variance in examination performance. The 
ANOVA results of F(5, 371) = 25.975, p<.001 indicates that the fifth model as significant.  
There exists an overall relationship between the dependent variable exam Percent and one or more of the five 
motivational variables. The relationship between the independent variables and Exam Percent was moderate 
(R=0.509). The independent variables Achieve and Performance were not included in the regression equation as 
they did not add to the percentage of variance explained in examination performance by an amount large enough to 
be statistically significant. In other words, achievement need and performance goal were not significant contributors 
to academic performance. 
 
Table 4: Model Summary for Best Predictors of Exam Percent 
 
Model R R 
Square 
Adjusted 
R Square 
Std. Error 
of the 
Estimate 
Change Statistics 
R Square 
Change 
F Change df1 df2 Sig. F 
Change 
1 .414a .171 .169 11.11 .171 77.486 1 375 .000 
2 .462b .213 .209 10.84 .042 19.934 1 374 .000 
3 .476c .227 .221 10.76 .014 6.594 1 373 .011 
4 .494d .244 .236 10.65 .018 8.623 1 372 .004 
5 .509e .259 .249 10.56 .015 7.479 1 371 .007 
a. Predictors: (Constant), Future 
b. Predictors: (Constant), Future, efficacy 
c. Predictors: (Constant), Future, efficacy, values 
d. Predictors: (Constant), Future, efficacy, values, determine 
e. Predictors: (Constant), Future, efficacy, values, determine, Mastery 
f. Dependent Variable: Exam Percent 
 
Research Question 2: What is the best set of motivational predictors that are most effective in predicting 
VWXGHQWV¶H[DPLQDWLRQperformance? 
Looking for the best subset of motivational predictors to academic performance, model 5 in Table 5 shows that 
five motivational variables can best predict the dependent variable. The five motivational variables were future time 
reference, self efficacy, expectancy values, self determination and mastery goal. In descending order, the highest 
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significant predictor is Future (explaining 24% of the variance), followed by Efficacy (22%), Values (20%), 
Determine  (24%) and lastly Mastery Goal (17%). 
Research Question 3: How are the relationships between each of the motivational predictors  and academic 
performance?  
Referring to Table 4, the variables were added one by one based on their relative strength of prediction, 
beginning with Future, Efficacy, Values, determine and Mastery Goal. The increase in R2  as a result of including 
each variable was Future (.171), Efficacy (.042), Values (.014), Determine (.018) and Mastery Goal (.015). All 
increases were significant at p < .05. 
Results in Table 5 show the b coefficients for the relationships between each of the five motivational predictors 
and the dependent variable Exam Percent were all positive except for Determine. This implies that Future, Efficacy, 
Values and Mastery Goal were positively correlated to Exam Percent. Higher values for the four motivational 
predictors are associated with higher value for Exam Percent. In contrast, the predictor Determine is negatively 
FRUUHODWHGZLWK([DP3HUFHQW,QRWKHUZRUGVDVVWXGHQWV¶'HWHUPLQHYDOXHVLQFUHDVHd, their Exam Percent values 
decreased. 
 
Table 5: Coefficients of Best Motivational Predictors for Exam Percent 
Model Unstandardized Coefficients Standardized 
Coefficients 
t Sig. 
B Std. Error Beta 
5 (Constant) 6.970 4.394  1.586 .114 
Future 4.731 1.446 .241 3.272 .001 
Efficacy 4.354 .988 .215 4.407 .000 
Values 3.957 1.322 .198 2.993 .003 
Determine -4.417 1.203 -.238 -3.673 .000 
Mastery 3.404 1.245 .168 2.735 .007 
a. Dependent Variable: Exam Percent    
5. Discussion 
The purpose of this research was to determine the best motivational predictors for academic performance in 
school examination. Past research have indicated different types of motivation that have been shown to strongly 
associate with performance. However, past studies have looked at the motivational variables at micro level by 
analyzing one, two or at most three variables at one time. This current study, therefore, took an initiative to take one 
step ahead by integrating six different motivational theories into one model in order to find which ones could predict 
students¶performance best, and in what order. This is also concurrent with the urge from some researchers that 
motivation cannot be explained by only one theory since people are surely driven by different types of motivation at 
different levels.  Research has suggested that motivation does not act individually but may be interrelated, thus 
contributing to a wholesome effect on the motivation for students to achieve academically (Dowson & Mcinerney, 
2001. 
This study found that from the seven motivational constructs (learning goals divided into mastery and 
performance) predicted to be able to explain performance in examination; only five seem to be the best predictors. 
The excluded variable was achievement need and performance goal. Achievement oriented people tend to set their 
goals realistically; take only moderate levels of risk; possess the need for immediate feedback on the success or 
failure of the tasks they have executed; tend to be preoccupied with a task once they start working on it; and crave 
satisfaction with accomplishment per se (Kunnanatt, 2008). These characteristics that were transformed into items 
measuring achievement needs in students did not predict performance for students. This is in contrast with some 
findings such as the need for achievement is associated with high college grade point average (GPA) (Stahl & 
Harrell, 1982). Could it be that at adolescence level, school students do not yet have a strong sense of achievement 
need, which is most highly likely to be the case for normal students in daily public schools. The finding might be 
different if the same study were conducted for excellent students in boarding schools who are normally successful 
students achieving high grades in their examination. The second variable not found to be a significant predictor was 
performance goal. This finding is concurrent with previous research which found that performance oriented students 
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have been shown to possess less desirable characteristics that promotes academic achievements compared to 
mastery-oriented students (Smith, Duda, Allen, & Hall, 2002). It can be emphasized that performance orientation in 
school students is not as powerful as mastery orientation in terms of pushing students to perform better in 
examination. 
Among the best set of five motivational predictors, future time reference was found to be the strongest predictor. 
In simple term, seeing the relevance of doing well in school in order to achieve future ambition seems to be the most 
important awareness that students need to have. Self-efficacy was also established as a significant predictor for 
VWXGHQWV¶DFDGHPLFSHUIRUPDQFH7KLVVWXG\IRXQGWKDWVWXGHQWVZKRKDYHKLJKEHOLHILQWKHLURZn capability to do 
well in the examination tend to score better in the examination. This finding adds to the many findings 
demonstrating a positive relationship between student self-efficacy and academic achievement (Pajares & Miller, 
1994; Zimmerman & Bandura, 1994). %HOLHILQRQH¶VDELOLW\PRVWFHUWDLQO\UDLVHVWKHFKDQFHRIVXFFHVVLQVFKRRO
(Pintrich, 2000) because such confidence makes students seek challenge, persist in the face of challenge, and adopt 
effective strategies to handle challenge (Bandura, 1994; Eccles et al., 1993; Schunk, 1989; Zeldin & Pajares, 2000). 
The third predictor, expectancy value was also found to be a strong initiator for hard work and dedication to 
studying. This is supported by research that found students who perceive a current learning task as instrumental in 
achieving one's future goals will have higher motivation and better performance (Miller & Brickman, 2004; 
Vansteenkiste et al., 2004; Wigfield & Eccles, 2002). It is essential that students be taught of developing an 
ambition and working hard and smart to achieve what they aim to be. Career awareness activities should be a 
continuous effort in secondary schools especially as these teenagers are soon to complete their basic education and 
need to prepare for university and job. 
An interesting finding from data shows that self-determination has a significant negative relationship with 
examination performance. This indicates that as self-determination increases, performance in examination decreases. 
This can be explained when looking at the items measuring SDT which tap on two higher levels of regulation: 
intrinsic regulation, identified regulation. Both of these levels were also termed as autonomous regulation. In this 
study, students who had lower level of autonomous regulation performed better in examination. In other words, 
these students need more controlled regulation in order to study. Students who had high level of internal motivation 
seemed to be lacking probably because the intrinsic motivation they experience was not strong enough to push them 
to study hard for the examination compared to being pushed by external motivators such as parents and teachers. 
This finding obviously contrasted with previous research which found that autonomous motivation influenced 
achievement whereas controlled motivation and amotivation  led to negative effects (Guay & Vallerand, 1997; 
Vallerand, Fortier & Guay, 1997). 
Finally, mastery goal was found to be the last best predictor of academic performance. Students with mastery 
goal learn because they want to acquire new skills, improve their competence, increase knowledge and 
understanding through putting efforts during learning (Smith, Duda, Allen, & Hall, 2002). This sounds that the 
students in this study did experience inner drive to study and understand for the examination. This study supports 
the finding that students having mastery goal have been associated with various positive outcomes (Kaplan et al., 
2002; Ames 1992; Urdan, 1997), in this case, higher academic performance. 
 
6. Conclusion 
 
The set of best predictors found in this study suggest that it is important to instil in school students all five kinds 
of motivation, mainly because they tap the intrinsic, inner drive to perform well in examination. Developmental, 
preventive or intervening programs in schools can very well expose students to the essential ingredients of academic 
success to help improve their academic performance. Of course, the best inner drive is basically having an ambition, 
because that is what future time reference is all about. 
An unexpected finding was the negative association between self-determination and academic performance. This 
may indicate that students in this study were less regulated from within and more controlled from outside. Such 
conclusion may not be too untrue in view of the dominant role Malaysian parents and teachers have in pushing the 
children to academic excellence. Students are exam oriented and good grades are highly valued.  Students who are 
self-regulators may not perform as well as students who are regulated by adults. 
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7. Limitations 
 
This study was limited to studying Form Four students in one state of the country only; whereas samples from the 
other thirteen states may produce a different result in future studies. Students sampled were attending daily public 
high schools, which constitute of different set of achievers as compared to students who studied in boarding schools. 
Thus future research should sample students who have continued their secondary education in selected boarding 
schools to see if these high achievers influence the findings differently. Conditions or state of minds of the students 
after they finish their final examination has been elaborated under data collection procedure. In short, the chance of 
every individual in the population to be included in the study might be questioned as every day a number of students 
would be absent from classes. Finally, the newly created instrument has only undergone a first time assessment and 
is far less than being perfected in terms of validity and reliability. More testing of data with different samples as well 
as further refinement of the items should be the task for future research in search for a reliable and valid 
motivational instrument that is tailored for local use in Malaysian schools. 
References 
Ames, C (1992). Classrooms: Goals, Structures, And Student Motivation. Journal Of Educational Psychology, 
84, 261-271. 
Bandura, A. (1994). Self-efficacy: The exercise of control. New York: Freeman. 
Bandura, A. (1997). Self-efficacy: Toward a unifying theory of behavioural change. Psychological Bulletin, 84, 
191±215. 
Beck, R. C. (2004). Motivation: Theories and principles (5th ed.). Upper Saddle River, NJ: Prentice. 
Connell, J. P., & Wellborn, J. G. (1991). Competence, autonomy, and relatedness: A motivational analysis of 
self-system processes. In M. R. Gunnar & L. A. Sroufe (Eds.), Self processes in development: Minnesota 
symposium on child psychology (Vol. 23, pp. 167-216). Chicago: University of Chicago Press. 
Deci, E. L., & Ryan, R. M. (1991). A motivational approach to the self: Integration in personality. In R. 
Dienstbier (Ed.), Nebraska Symposium on Motivation: Vol. 38. Perspectives on motivation (pp. 237±288). 
Lincoln: University of Nebraska Press. 
'HFL ( / 	 5\DQ 5 0  7KH ³ZKDW´ DQG ³ZK\´ RI JRDO SXUVXLWV +XPDQ QHHGV DQG WKH VHOI-
determination of behavior. Psychological Inquiry, 11, 227±268. 
Dowson, M., & Mcinerney, D. M. (2001). Psychological Parameters Of Students' Social And Work Avoidance 
Goals: A Qualitative Investigation. Journal Of Educational Psychology, 93(1), 35-42. 
Eccles, J. S. (1983). Expectancies, values, and academic behavior. In J. T. Spencer (Ed.), Achievement and 
achievement motivation: Psychological and sociological approaches (pp. 75-146). San Francisco: Freeman.  
Eccles, J. S., Midgley, C., Wigfield, A., Miller-Buchanan, C., Reuman, D., Flanagan, C., et al. (1993). 
Development during adolescence: The impact of stage-HQYLURQPHQWILWRQ\RXQJDGROHVFHQWV¶Hxperiences in 
schools and in families. American Psychologist, 48, 90±101. 
Eccles, J., & Wigfield, A. (2002). Motivational beliefs, values and goals. Annual Review of Psychology, 53(1), 
109±124. 
*XD\)	9DOOHUDQG5-6RFLDOFRQWH[WVWXGHQWV¶ motivation, and academic achievement: Towards a 
process model. Social Psychology of Education, 1, 211-233. 
Hidi, S., & Harackiewicz, J. M. (2000). Motivating the academically unmotivated: A critical issue for the 21st 
century. Review of Educational Research, 70, 151 
Hollenbeck, J., Williams, C. and Klein, J. (1989), "An empirical examination of the antecedents of commitment 
to difficult goals", Journal of Applied Psychology, Vol. 74. 
Kaplan, A., Middleton, M. J., Urdan, T., & Midgley, C. (2002). Achievement Goals And Goal Structures. In C. 
Midgley (Ed.), Goals, Goal Structures, And Patterns Of Adaptive Learning (Pp. 21-53). Mahwah, Nj: 
Lawrence Erlbaum Associates. 
Kunnanatt, J.T. (2008). Strategic question in Indian banking sector: are Indian bank managers achievement 
oriented? The Journal of Management Development. 27(2), pp. 169-186 
Martin, A.J., Dowson, M. (2009). Interpersonal Relationships, Motivation, Engagement, and Achievement: 
Yields for Theory, Current Issues, and Educational Practice. Review of Educational Research. Washington: 
Mar 2009. Vol. 79, Iss. 1; 327-366. 
1188  Habibah Elias et al. / Procedia - Social and Behavioral Sciences 29 (2011) 1179 – 1188
McClelland, D.C. (1985), Human Motivation, Cambridge University Press, New York, NY. 
McClelland, D.C. (1987). Characteristics of successful entrepreneurs. Journal of Creative Behaviors, 3, 219-233. 
Miller, R. B., & Brickman, S. J. (2004). A model of future-oriented motivation and self-regulation. Educational 
Psychology Review, 16, 9-33. 
Murray, H. (1938), Explorations in Personality, Oxford University Press, New York, NY. 
Nicholls, J. G., Cheung, P. C., Lauer, J., & Patashnick, M. (1989). Individual differences in academic 
motivation: Perceived ability, goals, beUefs, and values. Learning and Individual Differences, 1, 63 
Pajares, F., & Miller, D. (1994). Role of self-efficacy and self-concept beliefs in mathematical problem solving: 
A path analysis. Journal of Educational Psychology, 86, 193-203. 
Pallant, J. (2002). SPSS Survival Manual. Australia: Allen & Unwin. 
Pietsch, J., Walker, R., & Chapman, E. (2003). The relationship among self-concept, self-efficacy, and 
performance in mathematics during secondary school. Journal of Educational Psychology, 95(3), 589-603. 
Pintrich, P. R., & Schunk, D. H. (1996). Motivation in education: Theory, research, and applications. Englewood 
Cliffs, NJ: Prentice.  
Ryan, R. M., & Deci, E. L. (2000a). Self-Determination Theory And Facilitation Of Intrinsic Motivation, Social 
Development, And Well-Being. American Psychologist, 55, 68-78. 
Ryan, R. M., & Deci, E. L. (2000b). Intrinsic And Extrinsic Motivations: Classic Definitions And New 
Directions. Contemporary Educational Psychology, 25, 54-67. 
Schunk, D. H. (1989). Self-efficacy and achievement behaviors. Educational Psychology Review, 1, 173-208. 
Schunk, D. H. (1991). Self-efficacy and academic motivation. Educational Psychologist, 26, 207-231. 
Simons, J., Dewitte, S., & Lens, W. (2004). The effect of different types of instrumentality on motivational and 
cognitive variables. British Journal of Educational Psychology, 74, 343±360. 
Slocum, J. Jr, Cron, W. and Brown, S. (2002), "The effect of goal conflict on performance", Journal of 
Leadership and Organizational Studies, Vol. 9 No. 1, pp. 77-89. 
Smith, M., Duda, J., Allen, J., & Hall, H. (2002). Contemporary Measures Of Approach And Avoidance Goal 
Orientations: Similarities And Differences. British Journal Of Educational Psychology, 72, 155-190. 
Stahl, M. J., & Harrell, A. M. (1982). A behavioral decision theory measurement approach to achievement, 
power, and affiliation. Journal of Applied Psychology, 67, 744-751. 
Stipek, D.J. (2002). Motivation To Learn (4th Ed). Boston: Allyn & Boston. 
Tabachnick, B. G. &  & Fidell, L.S. (2001). Using multivariate statistics (4th ed). New York: HarperCollins. 
8UGDQ7& ([DPLQLQJ WKH UHODWLRQV DPRQJ HDUO\ DGROHVFHQW VWXGHQWV¶ JRDOV DQG IULHQGV¶ RULHQWDWLRQ
toward effort and achievement in school. Contemporary Educational Psychology, 22(2), 165-191. 
Vallerand, R. J., Fortier, M. S., & Guay, F. (1997). Self-Determination And Persistence In A Real-Life Setting: 
Toward A Motivational Model Of High School Dropout. Journal Of Personality And Social Psychology, 
72(5), 1161-1176. 
Vansteenkiste, J., Simons, J., Lens, W., Soenens, B., & Matos, L. (2005). Examining the impact of intrinsic 
versus extrinsic goal framing and internally controlling versus autonomy-supportive communication style 
XSRQHDUO\DGROHVFHQWV¶DFDGHPLFachievement. Child Development, 76, 483±501. 
Walker, C. O., Greene, B. A., & Mansell, R. A. (2006). Identification With Academics, Intrinsic/Extrinsic 
Motivation And Self-Efficacy As Predictors Of Cognitive Engagement. Learning And Individual 
Differences, 16, 1-12. 
Wigfield, A., & Eccles, J. S. (2002). Expectancy value of achievement motivation. Contemporary Educational 
Psychology, 25(1), 68-81. 
Zeldin, A. L., & Pajares, F. (2000). Against the odds: Self-efficacy beliefs of women in mathematical, scientific 
and technological careers. American Educational Research Journal, 37, 215-246. 
Zimmerman, Bj. & A. Bandura. 1994. Impact Of Self-Regulatory Influences On Writing Course Attainment. 
American Educational Research Journal, 31(4): 845-862. 
 
